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The rhetoric of equal educational op-porhmity often masks the perva-
sive economic, political, and social 
control inherent in the cultural and 
ideological practices of schooling. 
While this power has been signifi-
cantly challenged by many historically 
excluded voices over the past three 
decades, the dominant mode of educa-
tion continues to camouflage its pro-
motion of hege monic ideology while 
insidiou sly undermining the diver se 
ideologies of Others (Bernstein, 1990; 
Bourdieu, 1986; Freire, 1985; Giroux, 
1992; Macedo, 1994; McLaren , 1994; 
Spina, 1997). Although these discus -
sions are important , they all too fre-
quently lead to the vagaries of identity 
politics, diverting attention from the 
more fundamental issue of the power 
of Whiteness as the dominant princi-
ple of social organization and racial 
ideology in the United States. 
Recently, three books have been 
published that attempt to uncover and 
develop an understanding of the plu-
rality of ideologies that exist among 
Black, Asian, and Latino students and 
their complex relationship with school 
and community, family and society, 
self and Other. All of the books chal-
lenge, with varying degrees of success, 
the oppressive and suppressive nature 
of schooling and the traditional "wis-
dom" that assimilation via academic 
achievement is a desirable conse-
quence of public education . They ex-
pose the subtle forms of social 
indoctrination into the tacit dictates 
of racism that have been historically 
constructed and promoted, in part , 
through public education . Blacked Out: 
Dilemmas of Race, Identity, and Success 
at Capital High, by Signithia Fordham; 
Unraveling the "Model Minority " Stereo-
type: Listening to Asian American Youth, 
by Stacey J. Lee; and Latinos and Educa-
tion: A Critical Reader, edited by Anto-
nia Darder, Rodolfo D. Torres, and 
Henry Gutierrez all take a stand 
against the rhetoric of dominant racial 
ideolo gy. It is our hop e that juxtapos-
ing the se three texts will bring each 
into sharper focus, resulting in a mor e 
critical picture of some of the mor e 
salient and subtle aspects of race and 
identity addressed by these authors . 
We begin by clarifyin g our working 
definition of dominant racial ideolo gy. 
Clearl y, the dominant racial group in 
terms of political and economic po we r 
in the United States is Whit e. Ideology 
refers to a system of beliefs that we 
have as individuals and share with 
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others in our social groups . Ideology 
surfaces when people vocalize their 
assumptions . For example, "at-risk 
youth" is a term synonymous with 
Black or Latino youth . Likewise, Asian 
students are depicted as "academic 
superstars" (Lee, 1996, p. 52). These as-
sumptions reflect how Blacks, Latinos, 
and Asians are defined by race, al-
though the underlying assumptions 
apply equally well to gender, class, 
sexual orientation, English proficiency, 
and a host of other categorizations. 
Power lies not in making generaliza-
tions, but in making generalizations 
stick . The dominant White racial ideol-
ogy supports and maintains these gen-
eralizations about Blacks, Latinos, and 
Asian s. But its power does not stop 
at simply defining Others. Dominant 
White racial ideology also maintains a 
normative stance. It supports the as-
sumptions that White youth are not all 
"at-risk" nor are they all "academic su-
perstars." This position grants White 
youth the privilege to determine their 
own academic destiny . (Again, a simi-
lar argument may be made with re-
spect to gender , class, etc.) Whiteness 
remains the dominant racial ideology, 
not by promoting Whiteness as supe-
rior, but by promoting Whiteness as 
normative. It is from this standpoint 
that we approach the work of Ford-
ham , Lee, and Darder et al. 
Blocking Out Race 
Signithia Fordham 's Blacked Out: 
Dilemmas of Race, Identity, and Success 
at Capital High paints a rich ethno-
graphi c portrait of Black students and 
their teachers, families, and commu-
nity in a predominantly Black high 
school in Washington, DC. She ex-
plores the complexity of Blacks' expe-
riences and under standing of race and 
success in a sociocultural framework 
	 	
that includes a history of resistance 
and a focus on community that clash 
with the values sanctioned by schools. 
The ambivalence and conflict resulting 
from this cultural disparity forces 
Black adolescents to choose between 
the ethos of the school and the domi-
nant society and that of their commu-
nity. One coping strategy some of 
these teens use is reducing their Black 
identity to the "purely symbolic": 
For high achieving African-Ameri-
can adolescents at Capital High, 
Warfare (Fordham's italics] is the ap-
propriate term for academic achieve-
ment because they are resisting two 
competing yet similarly debilitating 
forces: the dominant society's mini-
mal academic expectations for Black 
students and their classmates' inter-
nal policing for group solidarity. 
(Fordham, 1996, pp. 235-236) 
High achievers, having internalized 
the dominant ideology, focus on acade-
mic achievement as a primary way 
to achieve economic success, while 
underachievers focus on academic 
achievement as a primary route to be-
coming the Other and liquidating the 
Black self. The uncritical promulgation 
of education as a vehicle for social and 
economic success often obscures both 
the problems and solutions . The cost of 
success is conflict, confusion, denial, 
and uncertainty. The politics of assimi-
lation is often a painful process of 
self-annihilation. The attempts of the 
families in Fordham's study to ratio-
nalize that annihilation within the logic 
that created and sustains it ironically 
serve as illustrations of the very con-
flicts and contradictions they cultivate. 
Fordham seeks to show the connec-
tions between academic achievement 
of Black students and family cultural-
ization patterns, teacher values and ex-
pectations, and gender, religious, and 
racial identification. In the process, she 
provides (inadvertently) poignant ex-
amples of the willful denial of the role 
of race and race consciousness in the 
Black community. 
Sade is an "underachiever" who 
lives with her (biological) mother and 
father. In the words of Sade's father, 
"No, I really never considered talking 
about racism with my child. It really 
never crossed my mind. I never 
thought about it before" (Fordham, 
1996, p. 142). 
Sakay' s parents divorced when she 
was in elementary school. Sakay is also 
an "underachiever." The youngest of 
three children, she lives with her 
mother and siblings but spends week-
ends with her father. All have re-
mained on good terms. Sakay' s mother 
said the following, talking about her-
self: 
I don't see race as an issue. I know 
it's an issue, I just don't see it as an 
issue. I think that whatever I do, I do 
because I am me, and not because 
I'm Black. If I excel, it's because I 
want to excel and not because I'm 
excelling for a race. I just-I'm not 
into the Black-White issue. I've 
never been in-maybe I should be, 
but I'm not. ... Be proud of who you 
are and that's about it. 1-1 can't 
think of anybody in my family 
who is racially motivated. (Ford-
ham, 1996, p. 142) 
And about Sakay's father, a police offi-
cer: 
In fact, it was more true for him be-
cause-well (sigh), why I don't 
know. He came from-he came from 
a background-oh, I guess you'd 
say servitude . His family always 
worked for Whites-rich ones. But 
they always had everything they 
wanted. And I think my former hus-
band sees the race issue as being 
foolish, because it has never been an 
issue for him. That's never been an 
issue for him . He's lived around 
Blacks, and he's lived around 
Whites, and he was accepted by 
both, and he had no problem with 
any of it. So with him race is some-
thing out in left field, and it's . . . 
Anybody who is saying anything 
about the racial issue is probably 
some Black who doesn't want to 
excel, and he doesn't want to do 
anything . That's probably the way 
Sakay's father sees it. And with him 
being a cop, he sees a lot of it, more 
so-he sees the destitute Black, or 
the criminal Black. So the race issue 
is nothing for him ... Bless his heart! 
(Fordham, 1996, p . 143) 
Not seeing race is predicated on not 
seeing White as a race and in denying 
Whiteness as a focus of critique and 
analysis . Ignoring the racial construc-
tion of Whiteness reinscribes its cen-
trality and reinforces its privileged 
and oppressive position as normative. 
Thus, Whiteness becomes a nonrace, 
invisible to those that would seek to 
analyze race and racism, thereby giv-
ing it more power, more privilege, and 
more impunity. The nonracialization 
of Whiteness restricts the ability of mi-
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norities to point out racism and gives 
the dominant White culture more free-
dom from criticism in the practice of 
racism. bell hooks (1989) wrote that 
only by deconstructing the dominant 
ideology of Whiteness can we begin to 
understand interlocking societal sys-
tems of domination-sexism, racism, 
and classism . 
For the students, teachers, and fami-
lies of Capital High, the invisibility of 
race is often not a choice, but a socially 
constructed state of personal identity 
forced on them by the hegemony of 
the dominant culture. It is so deeply 
internalized that they are not even 
aware of its existence or how far they 
will go to keep it that way. 1 For exam-
ple, in chapter five, Fordham examines 
how Black teachers (predominantly 
women) at Capital High attempt to 
fulfill their roles as transmitters of "so-
cially approved knowledge and val-
ues" to their Black students and their 
own children. According to Fordham, 
only one teacher (Ms. Costen) out of 
the 100 at Capital has enrolled her 
child in the school. When Ms. Costen 
distributes a note to teachers that 
questions the school's celebration of 
St. Patrick's Day when it does not 
celebrate the accomplishments of 
Black heroes, Fordham is "sympa-
thetic" with Ms. Costen's outrage at 
their hostility toward her, but also "ab-
solutely baffled and appalled by her 
total misreading of what was and was 
not even remotely likely to be accept-
able to her colleagues" (p. 199). Ford-
ham, it seems, like the other teachers, 
could not deal with resistance that was 
not "subtle" and conforming, that did 
not perpetuate the mythic denial of 
race. She dances dangerously close to 
the borders of collusion. 
What Fordham does not explore is 
that by practicing explicit resistance to 
implicit racism Ms. Costen was per-
haps the only teacher who could offer 
students a real choice, a model of lib-
eratory praxis for connecting educa-
tion to life and for merging ideology 
with action for social change (see 
Freire, 1970). The author perplexingly 
chooses instead to focus on the 
teacher's act as an example of her "in-
effectiveness" despite her "certified 
competence." One wonders whether 
the denial of racial identity would be 
as strong a factor if one did not have 
teachers who modeled it almost con-
stantly instead of explicitly decon-
structing it. If the teachers at Capital 
	 	
High had grounded their pedagogy in 
the students' experience rather than 
that of the dominant culture, perhaps 
students would have developed the 
tools for success without the psycho -
logical stressors . 
Another problem with Fordham's 
book (and also a reflection of the larger 
culture) is that she defines" American" 
in terms of Whiteness and distin-
guishes "Blackness" by its contrast to 
Whiteness. She writes of Black and 
White as oppositional, reified concep-
tions of race devoid of complexity and 
diversity. While establishing binary 
oppositions is not in and of itself a haz-
ard, consistently defining one in terms 
of the other without problematizing 
the oppositionality creates an asym-
metry that establishes Whiteness as 
normative and excludes other groups 
from the argument. Whiteness be-
comes stereotypical and monolithic, 
and Blackness loses its independent 
identity. This is particularly discon-
certing becau se Fordham recognizes 
the conflict inherent in such di-
chotomies and bemoans the resulting 
ambivalence that forces Black adoles-
cents to "choose" between the ethos of 
the school and dominant society and 
the collective ethos of their commu-
nity. Fordham looks to cultural differ-
ences such as family composition and 
stabil ity, income, parent expectations, 
teacher styles, dating behaviors , and 
the like to explain this situation. The 
implication is that these are variables 
that can supposedly be manipulated to 
effect the outcome (McCarthy & 
Crichlow, 1993, p. xvii). This approach 
suggests interventions to change fac-
tors that deviate from the norm of 
Whiteness, thereby reinforcing its su-
premacy whi le pathologizing "Other-
ness." 
Modeling Minorities 
In Unraveling the "Model Minority" 
Stereotype: Listening to Asian American 
Youth, Stacey J. Lee also explores issues 
of race and identity. In this ethno-
graphic study of a specia l-adm ission 
east coast high school she names "Aca-
demic High," Lee attempts to de-
essentialize the iconic conception of 
Asian American . Her review of the 
academic and popular literature is a 
clear, thoughtful, and well-written 
synopsis of the "model minority" 
stereotype. She succeeds in establish-
ing for readers the larger social context 
faced by Asian Americans . 
Lee identifies four group s of Asian 
American students in the context of 
Academic High, including the Korean-
identifi ed, the Asian-identified, the 
"new wavers," and the Asian Ameri-
can-identified students. These group-
ings are central to and provide the 
substructure for her subsequent analy-
sis. Lee discusses the various inte rac-
tions among the groups, interweaving 
her insightful analysis with the voices 
of the studen ts. However, it is sig-
nificant that Lee also encountered 
individuals who would not place 
themselves within these categoriza-
tions. For example, she included the 
following excerpt of her interview 
with an Asian female student she 
thought was a "new waver ": 
SL: Are you new wave? 
Lan: No. 
SL: Do other people think you are 
new wave? 
Lan: Yes, they think I dress so nice 
and cool, but I don't. 
SL: What are new wave students 
like? 
Lan: Some is nice, some not. Some, 
they drink, smoke, and go to party 
every night. I don't drink or smoke. 
As soon as I asked Lan whether she 
was a new waver, she became very 
tense and defensive. It was obvious 
that I offended her. Later in the in-
terview, Lan asserted that she was 
new wave but "one of the nice 
one[s]." Apparently, Lan did not 
want non-new wave people to con-
sider her to be new wave because 
other Asians had negative images of 
new wave students. (Lee, 1996, p. 36) 
From this excerpt, it appears that 
Lan was resisting the stereotypical im-
ages that were coupled to the term 
"new wave ." This was one example of 
how a single student attempted to de-
fine her identity partly through self-
construction and partly through social 
constru ction. From interviews and 
candid discussions , Lee provides the 
reader with a complex picture of the 
social structure facing Asian students 
at Academic High. By detailing the 
relationships of the four Asian Ameri -
can student groups with academic 
achievement, Lee shows the reader 
that the monolithic view of Asian 
Americans as academic high achievers 
is oversimpl ified and sometimes just 
plain wrong. She sketches vivid por-
traits of the Asian American students 
within the racialized environment of 
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Academic High , describing the role of 
race in school policy as well as in ac-
tivities such as the school newspaper 
and the music program . Lee also dis-
cusses the racial views of Whites on 
Asians, Blacks on Asians, and Asians 
on both Whites and Blacks. She de-
scribes the racial attitudes of individu-
als within the monolithic categories of 
White, Black, and Asian, holding true 
to her primary vision of overcoming 
stereotypes . 
The book concludes with Lee's re-
flections on the Asian "model minor-
ity" stereotype regarding identity 
formation and race. She critically as-
sesses Ogbu' s theory on immigrant 
identity formation, "minority" stereo-
typing regarding identity formation 
and race. Contrary to the static view of 
identity that Ogbu suggests, Lee's data 
support a more "fluid and flexible" 
model of identity formation among 
Asian youth . She discovered that the 
Asian students she interviewed, espe-
cially those grouped as "new wavers," 
had fluid identities that shifted and 
changed over time. 
In "Issues of Race," a subsection of 
the last chapter , Lee points out that 
White students were well represented 
in both elite courses and elite extracur-
ricular activities. Additionally, they 
were the largest group of students, 
making up about 45% of the student 
body (Lee, 1996, p. 121). For these rea-
sons, Lee concludes : 
Thus white students were secure in 
their position at the top of the racial 
hierarchy. As such whites were 
not threatened by Asian American 
success, and most held relatively 
positive attitudes toward Asian 
Americans. According to some 
white students and teachers, Asian 
American students were model mi-
norities who proved that equal op-
portunity existed for students of all 
races. (1996, p. 121) 
Yet, Lee goes on to say later in this 
section that working-class White stu-
dents who were outsiders in the White 
group feared that their status was 
threatened by Asians and did not 
share these positive attitudes. This 
conclusion precipitated our considera-
tion of the normative power of White-
ness , even when the norm is not 
representative of all who may be cate-
gorized as White . She also reports that 
Black students were likewise threat-
ened by thi s stereotype. Though Lee 
	 	
report s that man y of the White stu-
dent s she interviewe d revealed a 
positi ve attitude towa rd Asians and 
suppor ted the "mod el minority" 
stereotype, Black student s and work-
ing-class White students were threat-
ened by this stereotype . The Asian 
"model minority" stereotyp e is im-
pressed by the dominant White cul-
ture on all Asians, even those not 
accepting or supporting it. Participa-
tion in the "model minority " stereo-
type is not an opti on for Asians. The 
curren t structure of the stereotyp e sub -
sumes all Asians with or without the 
consciousness of individual Asians . 
Lee spoke eloquently on this point in 
her earlier review of the literature. 
However, Lee fails to discuss one 
particularly salient aspect of the 
"mode l minority" stereotype embed-
ded in the langu age itself. As Derrida 
(1981) argued, western langua ge-
and ther efore western though t-is 
stru ctur ed in terms of polariti es, and 
these polarities are not independent 
and equal. Terminology is implicitly 
oppositional and inherentl y hiera rchi-
cal. For examp le, "mo del minority" 
conn otes "quiet, respec tful of author -
ity, and hardworking" (Lee, 1996, 
p. 31). This does more than describe 
what a particul ar group is. It also iden-
tifies what other groups are not be-
cause they are assumed to have the 
negati ve of that character istic. This as-
pect -of the "model minority " stereo-
type is what Tai (1995) terms "nega tive 
reciprocity." By stereotyping a particu -
lar group with certa in characteristics, 
othe r groups are assumed to have the 
opposite of that characteris tic. Sup-
pose a third-grade teacher were to sin-
gle out one student and say, "Look at 
Ron. He's working so hard and behav-
ing so well." The connotation is that 
the othe r stud ents are not hardwork-
ing. The teacher does not have to say 
that what the others are do ing is less 
desirab le. She does not have to say 
that the others are not hardwork ing or 
not well behaved-or even which oth-
ers are not hard wo rkin g or not well 
behav ed. If any other stud ents were as 
hard working as Ron, then why should 
he be singled out? Similarly, the 
"model minority" stereoty pe can be 
used by the dom inant Whit e cul ture to 
maintain its powe r while also main-
taining its invisibili ty. By maintaining 
a "model minori ty" stereoty pe, the 
dominant White culture never need s 
to exp licitly label non-" model minori-
ties" negatively. This negativ ity is im-
plicit in how the dominan t White cul-
ture "compliments" the "mode l 
minority." Thu s the focus of the nega -
tive stereotypes stems from the 
"model min ority" and not the domi-
nan t White culture. By seemingly com-
plimenting the "mode l minority," the 
dominant White culture implicitly 
denigrates other minoriti es (includin g 
less successfu l Whi tes). The dominan t 
White culture maintain s the appear-
ance of acting in a positive manner , 
shifting the focus of anger from the 
Whi te- denigrat ed minori ty groups to 
the "mod el minority." While the 
"model minority " reaps "po sitive" 
social image s, other minoritie s reap 
"negati ve" social images. Negat ive 
reciprocity is an implication of the 
"model minority" stereotype that 
serves as a norma tive tool for the per-
petuation of the White racial ideology 
within U.S. society. Focusing solely on 
issues of perso nal identity with out de-
constructi ng the stereoty pes that dom-
inant Whit e racial ideology forces on 
group s and individua ls is much like 
bu ilding castles in the san d. The tide of 
the dominant ideology will only wash 
away the ide ntities we build .2 
"Not Nowhere" 
Like the other two volumes, Latinos 
and Education: A Critical Reader chal-
lenges hegemonic notions of racial 
identi ty, academi c success , and the 
ideologies und erlying the institution-
alization of culture , identity, and lan-
guage. How ever, Latinos is far more 
successful than the other volum es in 
moving beyond a language of opposi -
tionality and dom ination. It is the only 
volume that offers a critical reconcep -
tualization of education, ground ed in 
the practice of the edu cators/ authors, 
who offer specific suggestions for 
transforming the status quo by com-
plexifying public policy debates and 
democrat izing education. Because it is 
an anthology, unlik e the two ethnogra-
phies, it is more eclectic and offers a 
wider scope that places the educatio n 
of Latinos in not just a local or na tiona l 
but a global context. Antonia Darder, 
Rodolfo D. Torres, Henry Gutierrez, 
and the contr ibuti ng authors cover a 
broad range of related issues. The 
book is divided into six sections that 
foreground spec ific but critically re-
lated theme s: "The Political Economy," 
"Historical Views of Latinos and 
Schooling," "Constructin g Latino/ a 
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Identities," "The Politics of Lan-
guage," "Cultural Democracy in the 
Classroo m," and "The Power of Com -
mu nity Involvement." Cont ribu ting 
aut hors includ e Dona ldo Macedo, 
Sonia Nieto, Juan Flores, Gloria Anza l-
dua, Ana Celia Zentella, Mario Bar-
rera, and Richard Ruiz, amo ng others. 
They present a diversity of Latino/ a 
voices from Nuyori can to Chicano, 
city dwellers to farmers , and illumi-
nate the relationship between practice 
and hist ory, cultur e, and society. While 
man y of the arguments and reprinted 
chapters ma y be familiar to the in-
tended audience, having them to-
gether, organized in illuminating, 
complementary fashion , makes thi s 
volume greater than the sum of its 
parts. The collection is noteworthy for 
providing the most exacting analysis 
by a group of lead ing scholars in the 
field of Latino/ a education. 
Just as the invisibility of Whiteness 
reinforces the stereotypica l roles of 
Asians and Blacks, so, too, the "Amer -
icanization" of Latinos serves to keep 
them subordinated-to solve "the 
problem." For exampl e, Gonzalo San-
tos begins "Cons tructin g Latino / a 
Identities" with a history of ethnic ity 
as a "s trati fyin g medi um for the accu-
mu lators of capital and as an indis-
pensab le elemen t in the ideology of 
resistance by those who have suffered 
the exploi tation and oppression 
(p. 204) and propo ses "a new framing 
ethnic identity " that goes deeper, be-
yond Europ ean ideological roots, an 
identity th at is "no t merely reactive" 
bu t creates "an affirmative culture of 
great beauty and vision" (p. 213). San-
tos argues against the "ma nufa cture" 
of ethni cities construct ed to subordi-
nate, such as the "pre- fabricated pan-
ethnici ty of the Hispanic " (p. 214). 
Santos ma y not call it Whit eness, but it 
is certainly not invisible to him. 
Juan Flores and George Yudice take 
a similarly critical stance enha nced by 
the auth ors' effective use of the words 
of con tem pora ry Latino artists and 
wri ters to illustrate and inform their 
argument s. Their contribution, "Liv-
ing Borders/ Buscando America: Lan-
guages of Latino Self-Formation," 
addresses dimen sions unique to Lati-
nos as multi-ethnic , multiracial peo-
ples , but that are germane to other 
minority groups as well. Their descrip-
tion of Latino affirmation to "fend off" 
the "sch izophre nia" resul ting from the 
"patholog ical duality born of contend-
	 	
ing cultural worlds and , perhap s more 
significantly, of the conflicting pres-
sures towa rd both exclusion and 
forced incorpo ration" (p . 177) echoes 
Fordh am's "successfu l" students' at-
tempts to rend er their skin color-
their Blackness-mea ningl ess. Ho w-
ever, this "name lessness," as Flores 
and Yudice call it, is not an option for 
Latino/ as. Such a situati on is, in 
Latino culture, "not nowher e" (p. 177). 
It is "part of an ethos which seeks to be 
politicized as a mean s to validation 
and self-d eterm ination" (p . 177). The 
struggle, as Flores frames it, is not to 
define an alterna tive to resistance, but 
to practice an alternati ve form of resis-
tance, interfacing with the dynami cs of 
political and cultural stru ggle-a form 
of resistance that turn s cultur e back on 
itself, rooted in "the cultural ethos of 
every da y" life and standing "in bla-
tan t contra st to the fabricated, apolo-
get ic impli cations of 'mainstream' in 
its conventional usage" (pp . 180- 181). 
To un derscore how the domin ant soci-
ety disguises its perpe tua tion of the 
legacy of coloni alism, Flores points to 
the success of Hunger of Memory: The 
Education of Richard Rodriguez. Ro-
dri gue z exemplifi es the "hybrid model 
minority. " Hi s autobiograph ical affir-
mati on of his assimilation into the 
gringo middl e class, replete with the 
conservative rhetoric of the Reagan 
era, mad e him the "Hispani c" repr e-
sentati ve of choice in the halls of gov -
ernm ent an d academia. "Blendin g in" 
is rew arded. Difference is di scour aged. 
Disagreement is derogated. Such bi-
ases, howe ver, a re not just interra cial. 
The auth ors of Latinos and Education 
boldly add ress issues of intr a- as well 
as interra cial prejudi ces includin g eth-
nic and lingui stic biases. Glor ia Anzal-
du a' s chapt er vigorous ly deconstructs 
stereoty pical identity . She breaks 
throu gh forced catego rization by de-
tailing and humanizing her existence. 
"Movim ientos de Rebelda y las Cul-
tura s que Traicionan" begins with an 
account of the author 's cultur al experi-
ences in juggling her multipl e per-
sona s as Chicana, woma n, Catholic, 
and lesbian. Anzaldua exp lores her 
cultur e autobiographically and argues 
aga inst its machi smo bias- how it 
"car icatures men" and "crippl es 
w omen ." It is a powerfu l piece- alter -
nating between Spanish and English, 
description and poetry, pride and out -
rage - that , as Renato Rosa ldo says, 
celebrates "the pot ential of bord ers in 
opening up new forms of un derstand-
ing" (Flores, 1993, p. 223). 
Latinos, as a whole, does more than 
open new forms of und ersta ndin g. It 
creat es new forms of life (Wittgenstein, 
1965). It moves beyond the normative 
power of White ideology that defines 
other cultures in term s of Whiten ess. 
The authors compl exify "La tino-n ess" 
as ind epend ent of the normati ve force 
of Whit e ideology without ignoring 
the opposi tiona lity of Whit eness ver-
sus Othern ess. They position Latino / a 
cultur es and identity as au tonomous 
of Whit enes s, not para sitic on it. 
A caveat is in orde r here. We should 
not lose sight of the fact that Whit e is 
also a prefabricat ed panethnici ty, al-
though stru ctured to dominate , and 
that only by exposing it as such can we 
hope to engage wit h its implication s. 
Just as the label "Hi spanic " glosses 
over, dilut es, and suppre sses the much 
stronger na tional ethniciti es of Chi-
canos and Puert o Ricans, for example , 
obscur ing the historic root s of their 
cond ition as oppressed people and 
conflating the cultural diversity of 
these groups into an "amorphous 
mass," so, too, the label "Wh ite" rob s 
indi vidual s of this other "amorphous 
mass" of their claims to diverse Euro -
pean cultur al heritages. 
Concluding Comments 
We approached these books with a 
great deal of hope and enthu siasm. In 
general, our expectations were un -
evenly met. The issues ra ised by these 
authors are as con trove rsial and pot en-
tially polarizing as any important 
ideas in the hi story of edu cation. For 
minoriti es to break free from stereo-
typic dehum anizat ion, one s tep is to 
deconstruct the statu s quo. The thre e 
volum es rev iewe d here deconstru ct 
the imp licit Whit eness of our society 
and expose the realities of inequity 
that sustain marginalizati on, albeit to 
vary ing levels of success. There are 
some disappo intment s, but the criti-
cisms, howeve r, d o not dimini sh the 
significance of the texts . Instead of ar-
guing for a return to "basics" or more 
or different testing, these autho rs place 
the focus of the edu cationa l crises 
where it be longs- on the forces that 
produ ce it. 
Throu gh compelling stories of con-
tinuin g stru ggles, these author s raise 
que stions that are mu ch deeper and 
far more basic than academic success . 
Readin g them, one cann ot help feeling 
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anger and frustration, but also hope 
and power. They ch allenge prevailing 
peda gogica l models and definitions of 
success centered on White dominant 
cultural "norms" by und erscorin g the 
polit ical nature of schoo ling an d the 
racializatio n of iden tity as reflections 
of larg er cultura l contexts, a realiza-
tion that is crucial to overcoming the 
current craze of cultura l distortionists 
wh o seek to perp etuat e their pow er by 
wrapping it in the flag of a mythi cal 
"dem ocracy" wh ere equa lity, liberty, 
and justi ce are not for all. 
Notes 
1 For a discus sion of this phe nomen a, see D. 
Macedo . (1996 ). Literacy for stupidification : 
The pedagogy of big lies. In P. Leistyna , A. 
Woodrum, & 5. Sherb lom (Eds.), Breaking free: 
The transformative power of critical pedagogy 
(pp. 31-57) . Camb rid ge, MA : Harvar d Educa-
tional Review Repr int Series 27. 
2 An important d istinction must be made 
between the whole sale stereoty ping of peop le 
and a micros cale stereotypi ng of ind ividuals. 
For example, Clarence Thomas has been held 
up as a role mod el by the dominant White cul-
ture . His ev ident confonni ty and acceptance 
of the domin ant cu lture and its spoke n and 
unspoken d icta gua rantees that his is one of 
many "minority " voices that will have an au-
d ience. Because of the "non- threatening" and 
supportive natur e of these "min ority" vo ices 
for the hegemonic s tereotypes , the dominant 
group se rves as both au thor of and audience 
for the ir po sition . This minority group with 
"dominant cultu ral voices" forms a "hybrid 
model min ority," whi ch is different from the 
"model minority " sta tus of Asians . Member-
ship in the hybrid model minority is dete r-
mi ned thr ough the Whit e patronage system , 
whic h admit s those who support their legit-
imizing powe r. ls it any wonder that some 
stude nts choose to "act white " when the nor-
mative " role models" from their own race-
those sanctioned by the dominant ideology-
have far more in comm on with the hegemonic 
culture than their own? 
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